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Abstract
In recent years focus in second language 
acquisition has shifted to the characteristics learners 
bring to the learning situation. One set of these 
characteristics comprises "learning strategies", or the 
collection of behaviors used by learners to enhance 
their learning. It is presumed that strategies can 
help learners attain greater proficiency by making the 
learning process easier, more efficient, and more self- 
directed. In this framework, the purposes of the
present study were: a) to summarize existing research 
on learning strategies in the fields of cognitive 
psychology and second language acquisition; b) to 
investigate a particular group of learning strategies, 
"metacognitive strategies", in relation to learners' 
beliefs about language learning and thus attain a 
better understanding of the second language acquisition 
process; c) to gain insights into the subjects* beliefs 
about language learning and metacognitive strategies; 
and d) to offer pedagogical suggestions for the 
problems indicated by the findings.
The starting hypothesis of the study was that 
there is a systematic relationship between
metacognitive strategies and learners' beliefs about 
language learning. Metacognitive strategies are
higher order executive skills that govern when and how 
to deploy strategies, and beliefs about language 
learning refer to preconceived ideas about language 
learning. The few studies into the topic indicate a 
possible relationship between such beliefs and strategy 
use. If it can be shown that beliefs determine certain 
learner approaches to language learning, support can be 
provided to change counter-productive beliefs into 
effective ones.
In order to investigate the starting hypothesis, a 
group of twenty university students learning English 
for Academic Purposes were administered a questionnaire 
assessing beliefs about language learning. The 
students were then interviewed individually about their 
metacognitive strategies. Responses to the 
questionnaire were compared with the interview data to 
test the hypothesized relationship between 
metacognitive strategies and beliefs about language 
learning. Findings gave detailed insight into the 
subjects* beliefs and metacognitive strategies, and 
indicated that metacognitive strategies were indeed 
affected by learners* beliefs. It was observed that 
the subjects in the study had problems with self­
directing their learning, partly due to deficiencies in 
their metacognitive knowledge. Suggestions were made 
for solving these problems, and implications were 
provided for future research into the topic.
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CHAPTER ONE 
INTRODUCTION
1.1 Background and Coals of the Study
Focus in second language teaching in recent years 
has shifted away from the “quest for the perfect 
teaching method" (Long & Richards, 1990, p.. viii) 
toward an Interest in how successful learners actually 
achieve their goals. This new focus has led to the 
study of the characteristics learners bring to the 
learning situation. One set of these characteristics 
comprises "learning strategies", or the collection of 
mental tactics used by an individual in a particular 
learning situation to facilitate the comprehension, 
acquisition, or retention of new information (O'Malley 
& Chamot, 1990 ).
Learning strategies are believed to be one of the 
major factors influencing second language acquisition. 
Rubin (1987) writes:
...all things being equal, some students will 
be more successful than others in learning a 
second or foreign language. The learning 
strategy literature assumes that some of this 
success can be attributed to particular sets 
of cognitive and metacognitive behaviors 
which learners engage in. (p. 15) ,
The theoretical impetus for investigating learning
strategies comes from cognitive psychology, which
started a re-newed interest in the study of thinking
(Wenden, 1987). The cognitive theory explains
behavior by reference to how individuals perceive and
interpret their experiences and draws a parallel 
between the way in which individuals think and 
computers process information (Shuell, 1986). It 
proposes an information processing framework for 
learning in which the learner processes the input by 
using cognitive activities. In this framework 
learning strategies serve to enhance comprehension, 
learning, and retention of information (O’Malley & 
Chamot, 1990).
Research into learning strategies in second 
language acquisition started about fifteen years ago 
and since then there has been a growing interest in 
learning strategies in language learning and in 
attempts at remediating the strategies of unsuccessful 
learners. The main motive behind these efforts Is the 
belief that strategies can ’’significantly help learners 
attain greater proficiency by making the learning 
process easier, more efficient, and more self-directed” 
(Oxford et al., 1990, p. 197). Yet, as Skehan (1989) 
points out, research in learning strategies is still 
’’embryonic” and there is need for further study.
1.2 Research Question
This study explores the relationship between 
metacognitive strategies and learners’ beliefs about 
language learning. Metacognitive strategies are used to 
’’oversee, regulate, or self-direct language learning”
(Rubin, 1987, p. 25). In this study they refer to 
"knowledge about cognition”, "planning”, "monitoring”, 
and "self-evaluation” (Brown, 1982).
Metacognitive theory states that metacognitive 
knowledge governs how and when to deploy tactics. 
Therefore, deficiencies in metacognitive knowledge may 
lead to problems in the use of learning strategies in 
terms of variety, frequency, and efficiency, which in 
turn may cause deficiencies in language learning. 
O'Malley et al. (1985) note that "students without 
metacognitive strategies are essentially learners 
without direction and ability to review their progress, 
accomplishments, and future learning directions" (p. 
24). In their recent study into the strategies of 
unsuccessful learners, Vann & Abraham (1990) emphasize 
this view, too, because in contrast to the claim that 
unsuccessful learners are inactive strategy users, they 
found out that unsuccessful learners can be active 
strategy users and use similar strategies to those of 
successful learners, though they often apply these 
strategies inappropriately. So the authors conclude 
that unsuccessful learners lack certain higher order 
processes, that is metacognitive strategies, and point 
out the necessity of further research into learner 
variables in relation to metacognitive strategies.
The present study investigates beliefs about
language learning as the learner variable in relation 
to metacognitive strategies. These beliefs refer to 
the preconceived ideas about language learning and are 
assessed in five categories: foreign language aptitude, 
the difficulty of language learning, the nature of 
language learning, learning strategies, and motivation.
Beliefs about language learning have been the 
subject of several recent studies (Wenden, 1987; 
Horwitz, 1987). In these studies the researchers point 
to the importance of these beliefs because they seem to 
be significant determiners of strategy choice and 
application. If it can be shown that learners' 
beliefs do have an impact on metacognition, support can 
be provided for changing counter-productive beliefs 
into useful ones and thus more effective metacognitive 
strategies can be implemented. Making learners more 
conscious about how to learn can also help them to 
develop better management skills and thus foster 
learner autonomy.
There are a number of limitations to this study. 
Time limitations impede the investigation of the 
variables over an extended period. This cross- 
sectional quality may affect the validity of the 
results. Another problem lies in the data collection 
techniques. Self-report by the subjects may not 
reveal the actual nature of learner beliefs and
strategy use. Yet, this data collection technique was 
the most practical within the limits of time.
1.3 Hypotheses
1.3.1 Experimental Hypothesis: There is a systematic 
relationship between learners* beliefs about language 
learning and the use of metacognitive strategies.
1.3.2 Null Hypothesis: There is no systematic 
relationship between learners’ beliefs about language 
learning and the use of metacognitive strategies.
1.3.3 Variables: The independent variable in the study 
is learner beliefs about language learning and the 
dependent variable is the use of metacognitive 
strategies. The control variables were the subjects* 
first language and educational background: all subjects 
were native speakers of Turkish and graduates of 
Turkish public high schools.
1.4 Overview of Methodology:
1.4.1 Setting: The study was conducted at Bilkent
University, School of English Language (BUSED, at the 
intermediate level of instruction. Instruction at 
Bilkent University is in English and BUSEL is a 
preparatory program for students who are not yet 
proficient enough for academic study in English in 
their major fields.
1.4.2 Subjects: The twenty subjects were students at 
BUSEL and were chosen according to the results of a
screening questionnaire on the basis of their 
educational background: all came from Turkish state 
high schools, and all were of Turkish LI background.
1.4.3 Methodology: The subjects were first given a
questionnaire based on the Beliefs About Language 
Learning Inventory (BALLI) developed by Horwitz (1987) 
to identify beliefs and then a list of metacognitive 
strategies to observe themselves and their learning 
efforts a couple of weeks before the individual 
interviews. The interviews were conducted and recorded 
by the researcher. The questionnaire and interview 
findings were compared to investigate the relationship 
between beliefs and metacognitive strategies.
The results of the study provide a profile of 
Turkish EFL learners' beliefs about language learning 
and give insights into the relationship between these 
beliefs and learner approaches to the learning process 
in terms of metacognitive strategies. Suggestions are 
made for remediating problems caused by misleading 
beliefs which result in inefficient strategy use.
1.5 Organization of Thesis
This introductory chapter sets the stage for the 
study. Chapter 2 presents a review of literature on 
learning strategies in cognitive psychology and second 
language learning, concentrating on research into 
metacognitive strategies and beliefs about language
learning. In Chapter 3, research procedures employed 
for the study are described in detail. Chapter 4 
concerns the analysis of the findings and discussion. 
Chapter 5 contains conclusions, pedagogical 
implications, and suggestions for future research. 
Instruments used for the study are presented in the 
appendi ces.
CHAPTER TWO 
REVIEW OF LITERATURE
2.1 Introduction
The purpose of this review is to provide the 
theoretical and empirical basis for learning strategies 
research, focusing, in particular, on metacognitive 
strategies and beliefs about language learning. 
Theories and findings from the fields of psychology and 
second language acquisition related to the present 
study will be presented. Two studies related to 
learner beliefs about language learning will be 
discussed in detail.
Since the notion of learning strategies is based 
on a cognitive view of learning, the first section of 
the review is concerned with cognitive theories of 
learning and with Anderson’s theory in particular. The 
second section provides different definitions of 
language learning strategies found in the literature. 
The next two sections, respectively, recapitulate 
learning strategy research to date and report strategy 
classifications. Finally, views on metacognltive 
strategies and two studies related to beliefs about 
language learning are presented in detail and 
conclusions are drawn for the present study.
2.2 A Cognitive Theory of Learning and Learning 
Strategies
Until the late 1960s, the Zeitgeist in psychology
was Behaviorism. Behaviorists explain learning as a 
habit-formation process, which proceeds by means of the 
reinforcement of a stimulus-response sequence. In this 
process the environmental factors outside the learner 
play the major role and the learner is seen as a rather 
passive receiver of information. Since the rise of 
cognitive psychology in the late 1960s, this view has 
been seriously challenged and replaced by a cognitive 
learning theory, which puts its main emphasis on the 
mind and on how it functions. The cognitive theory 
claims that learning does not take place through mere 
mimicry. Cognitivists put the learner, not the
environmental factors, at the center of the learning 
process and it is claimed that learning is realized by 
changing the learner, rather than by changing the 
environment (Shuell, 1986). Learners are seen as 
active processors of information and this cognitive 
activity involves thoughts referred to as "mental 
processes" (O’Malley & Chamot, 1990).
Seen from this standpoint, language learning must 
not be considered a process of habit formation, but 
rather of rule formation. Language acquisition, then, 
must be "a procedure whereby people use their own 
thinking processes, or cognition, to discover the rules 
of the language they are acquiring" (Larsen-Freeman, 
1986, p. 51).
The cognitivists* information processing framework 
for learning aims at explaining how information Is 
stored in memory and how new information is acquired. 
It suggests that information, when received by sense 
receptors, is attended to, identified, and then moved
Into the sh.QjjL-.tera__memory, also termed the working
memory, which holds information for a short period. In 
short-term memory, mental processes are applied to the 
received information, changing it into organizations of
knowledge or knowledge__structures. These modified
products are then sent to the long-term memory for 
storage, to be retrieved when necessary. The long-term 
memory may be represented as isolated elements or more 
likely as interconnected networks (Shuell, 1986).
Anderson (1983, 1985) states that information is 
stored in memory in two forms: declarative knowledge 
(knowledge about a given topic, e.g., word definitions, 
facts), and procedural knowledge (knowledge of how to 
perform various skills, e.g,, solve an addition 
problem). Declarative knowledge, according to
Anderson, exists in long-term memory as a network of 
meaning-based concepts. The concepts on which meaning 
is based are represented as nodes (ideas) that are 
associated with other nodes through links 
(associations). These interconnected nodes may be
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organized into propositions. which show the
relationship of arguments in sentences; or into 
hierarchies, which show classification relationships 
with similar concepts in memory; or into larger units 
of memory called schemata, which reveal a configuration 
of interrelated features that define a concept. In any 
of these representations, the strength of associations 
in the link between nodes is largely due to prior 
learning experiences.
Procedural knowledge is said to underlie the 
ability to understand and generate language. According 
to Anderson's theory, procedural knowledge is 
represented in memory by production systems, which are 
the basis for explaining how complex systems such as 
language are learned and used. Production systems are 
rule-based conditional actions (if-then relationships) 
which are essentially represented like declarative 
knowledge but which may become automatic through 
repeated practice. Production systems have been used 
to describe procedural knowledge in reading, 
mathematical problem solving, and chess, as well as in 
language comprehension and production. An example of a 
production system for pluralization provided by 
Anderson (qtd. in O'Malley & Chamot, 1990) is as 
follows: "If the goal is to generate a plural of a 
noun, and the noun ends in a hard consonant, THEN 
generate the noun + /s/" (p. 25).
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One of the most important aspects of Anderson's 
theory is the view that an interplay between 
declarative and procedural knowledge leads to the 
refinement of language ability. Anderson identifies 
three stages that describe the process by which a 
complex cognitive skill such as language is acquired:
a) a cognitive stage, in which learning is deliberate, 
rule-based, and often error-prone. This stage involves 
conscious activity and can be described verbally by 
the learner; b) an associative stage, in which 
actions are executed more rapidly and errors begin to 
decrease. The connections among the various elements 
of the skill are strengthened and declarative knowledge 
is turned into procedural knowledge; c) an autonomous 
stage, in which actions are performed more fluently and 
the original rule governing the performance may no 
longer be retained. Thus, as the same procedure is 
used repeatedly, access to the rules that originally 
produced the procedure may be lost.
In cognitive theory, language comprehension is 
viewed as consisting of active and complex cognitive 
processes. Anderson (1985) differentiates 
comprehension into three processes: perceptual 
prnr.essi ng , parsing, and lit i 1 i y.at i on . In perceptual 
processing, attention focuses on the text and portions 
of the text are retained in short-term memory. Here
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some initial analyses of the language may begin, and 
some of the text may be converted to meaningful 
representations. In parsing, words and phrases are 
used to construct meaningful mental representations of 
the text. First, individual words are decoded by 
matching the pattern of the word with its 
representation in the long-term memory. Decoding 
results in lexical access, that is "a matching between 
words in short term-memory and a type of dictionary in 
long-term memory that enables us to identify the 
meanings of individual words" (O'Malley & Chamot, 1990, 
p. 34). In the third process, utilization, a mental 
representation of the text meaning is related to 
declarative knowledge in long-term memory. The new 
information that has been parsed activates nodes in 
long-term memory.
Two types of declarative knowledge are used to 
identify meaning: real-world knowledge and linguistic 
knowledge. Real world knowledge consists of facts and 
experiences concerning a topic. The schemata on real- 
world knowledge enable the receiver of the information 
to "anticipate what will occur next, to predict 
conclusions, and to infer meaning where portions of the 
text are imperfectly understood" (O'Malley & Chamot, 
1990, p. 36). The linguistic knowledge consists of 
word meanings and a body of grammatical and syntactic
13
rules, which again help the construction of meaning.
Anderson explains language production in three 
stages as well. These are:
1. Construction, in which the speaker/writer 
selects communication goals and identifies 
appropriate meanings. In writing, this phase 
is termed planning, and comprises the prewriting stage...
2. Iransformation, in which language rules 
are applied to transform intended meanings 
into the form of the message. In writing, 
both composition and revision take place 
during this stage.
3. Kxe.r.iit i on , in which the message is 
expressed in its audible or observable form.
In writing, this stage corresponds to the 
actual physical process of producing the 
text, whether handwritten, typed, or word- 
processed. (O’Malley & Chamot, 1990, p. 38)
To sum up, cognitivists see language as an active,
constructive cognitive process, and as Shuell (1986)
states, "Without taking away from the important role
played by the teacher, it is helpful to remember that
what the student does is actually more important in
determining what is learned than what the teacher does"
(p. 429). In other words, it is important to assist
the learner in how to intervene consciously in language
learning.
Learning strategies, or the conscious enterprises 
of learners, are seen as one of the principal factors 
that influence second language learning. Language 
learning strategies can be described as a set of 
productions that are accumulated and "fine-tuned" until 
they become procedural knowledge. O’Malley and Chamot
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(1990) equate strategy applications to production
systems and give the following examples:
IF the goal is to comprehend an oral or 
written text, and I am unable to identify a 
word's meaning, THEN I will try to infer 
meaning from the context.
IF the goal is to comprehend a concept in a 
written text, and I know the concept is at 
the beginning, THEN I will scan through the 
text to locate the concept.
IF the goal is to comprehend and remember an 
oral passage, and I have heard a complete 
passage or thought expressed, THEN I will 
summarize the passage to ensure I understand 
it.
IF I have heard a complete oral passage 
expressed, and I am unable to summarize the 
passage, THEN I will ask the speaker to 
repeat the passage, (p. 52)
According to Anderson’s theory, strategies are 
transferred to similar tasks through a pattern-matching 
condition: the learner recognizes similarities between 
the new task and previous strategy applications. If 
the learner recognizes the similarities, it is more 
likely that the production resembling the familiar 
strategy will be applied. However, if the similarities 
are not recognized, the use of a new strategy is 
possible.
Weinstein & Mayer (1986) perceive that the goal of 
strategy use is "to affect the learner's motivational 
or affective state, or the way in which the learner 
selects, acquires, organizes, or integrates new 
knowledge" (p. 315). This description may include:
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focusing on selected aspects of new 
information, analyzing and monitoring 
information during acquisition, organizing or 
elaborating on new information during the 
encoding process, evaluating the learning 
when it is completed, or assuring oneself 
that the learning will be successful as a way 
to allay anxiety. Thus, strategies may have 
an affective or conceptual basis, and may 
influence the learning of simple tasks such 
as learning vocabulary or items in a list, or 
complex tasks, such as language comprehension 
or language production. (O’Malley & Chamot,1990, p. 43)
O’Malley et al. (1987) have suggested that 
learning strategies represent declarative knowledge 
which may become procedural knowledge through practice. 
On the same line of thought, Rabinowitz & Chi (1987) 
state that learning strategies are conscious and 
deliberate at cognitive and associative stages of 
learning but may no longer be considered strategic in 
the autonomous stage, since the strategies are applied 
automatically and often without awareness.
2.3 Learning Strategies: Definitions
The notion that learning strategies might be one 
of the factors influencing second language acquisition 
is quite new, having emerged in the literature about 
fifteen years ago. Research into the area is based on 
the idea that the good language learner might be doing 
something special or different in processing 
information. This idea was first mentioned at about 
the same time by Rubin (1975) and Stern (1975). There 
was also the suggestion that the strategies of the good
16
learners could be learned by others who had not 
discovered them on their own (O’Malley & Chamot, 1990).
A number of definitions for language learning
strategies have been provided by researchers in the
field. Oxford & Nyikos (1989) define them as
"operations used by learners to aid the acquisition,
storage, and retrieval of information" (p. 291).
Derry & Murphy (1986) refer to them as "the collection
of mental tactics employed by an individual in a
particular learning situation to facilitate the
acquisition of knowledge or skill" (p. 2). Wenden
(1987) explains learner strategies as referring to
"language learning behaviors learners actually engage
in to learn and regulate the learning of a second
language", "what learners know about the strategies
they use, i.e. their strategic knowledge", and as
what learners know about aspects of their 
learning other than the strategies they use, 
e.g. what personal factors facilitate L2 
learning; general principles to follow to 
learn a second language successfully; what is 
easy or difficult about learning a specific 
language; how well or poorly they can use the 
language, (pp. 6-7)
Wenden presents another definition in the form of 
three questions: "l.What do L2 learners dXL to learn a 
second language? 2.How do they manage or self-direct 
these efforts? 3.What do they kxiau. about which aspects 
of their L2 learning process?" ( Wenden, 1987, p. 6).
In Rubin’s terms, learning strategies refer to
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•’what learners dn. to learn and do tn r-Pignlate their 
learning" (1987, p. 19). O'Malley &Chamot (1990) 
define them as "the special thoughts or behaviors that 
individuals use to help them comprehend, learn, or 
retain new information" (p. 1).
Researchers who conducted studies to classify 
learning strategies in SLA have come up with three main 
categories of strategies: metacognitive, cognitive, and 
social/affective strategies (e.g. O'Malley et al., 
1985). Metacognitive strategies are the executive 
skills that may entail planning for, monitoring, or 
evaluating the success of a learning activity (Brown et 
al., 1983). Cognitive strategies refer to the steps or 
operations used in learning or problem solving that 
require direct analysis, transformation, or synthesis 
of learning materials. The third type, social/ 
affective strategies, involve interaction with another 
person or ideational control over affect (O'Malley & 
Chamot, 1990).
As used in this study, learner strategies include 
any set of operations, steps, plans, or routines used 
by learners to facilitate the obtaining, storage, 
retrieval, and use of information (after Rubin, 1987).
2.4 Learning Strategies: Research History
The idea of investigating learning strategies 
began about twenty-five years ago. Rubin (1987) notes
18
that research into the area dates back to 1966, when 
Carton (1966) published his study The. Method of
Inference--Ln— Foreign__Language Study, in which he
provided a detailed discussion of inferencing as a 
strategy used by second language learners. He stated 
that language learning is a kind of problem-solving in 
which the student can bring to bear his/her prior 
experience and knowledge in the processing of language.
In 1971, Rubin initiated research which focused on 
the strategies of successful learners and described her 
findings in 1975. Her assumption was that the "good" 
language learner might be doing something special or 
different in processing information and once 
identified, these special activities could be made 
available to less successful learners.
At about the same time, Stern (1975) proposed ten 
strategies necessary to attain second language 
competence. Since then, there has been a growing 
interest in learning strategies in language learning. 
The early studies in the field concentrated on 
identifying successful learning strategies. Nalman et 
al. (1978) focused on cognitive styles, strategies, and 
personality traits of good language learners. Wesche 
(1979) reports that good language learners use a 
greater variety and quantity of learning strategies 
than less successful learners.
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Wong-Fillmore’s 1976 study (ctd. in Wenden & 
Rubin, 1987) with Chicano students learning English was 
about the social strategies used by more successful 
learners. The author's findings indicate that there is 
a link between social and communicative strategies, 
which contribute indirectly to learning and learning 
strategies (inferencing and storage through 
associations and context).
Hosenfeld (1977) found that successful learners 
use contextual guessing and reported a metacognitive 
strategy (evaluating thinking by assessing the 
appropriateness of the logic of a guess) as an 
Important factor for success. The author’s 1978 
article hints at another part of metacognition; 
students' "mini-theory of second-language", which 
comprises beliefs about language learning.
Bialystok (1981) reports the findings of research 
into the use of two functional strategies (inferencing 
and functional practicing) and two formal strategies 
(monitoring and formal practicing). The use of these 
four strategies seemed to have a positive affect on 
achievement on certain types of tests.
Unsuccessful learners’ strategies have been 
another point of interest. Abraham & Vann (1987) 
reported a successful and an unsuccessful learner’s 
strategies by conducting interviews and think-aloud
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tasks, during which they observed two important 
differences between the two learners: the successful 
learner was more concerned with form than the 
unsuccessful one and used monitoring more often; he 
also was able to match his choice of strategy to the 
demands of the task, whereas the unsuccessful learner 
seemed to organize his approach to all tasks in the 
same way. This latter observation, flexibility in 
strategy use, is a fundamental part of metacognition 
and is thus shown to foster efficient learning.
Porte (1988) analyzed the vocabulary learning 
strategies of fifteen underachieving learners and 
reports that these learners were using strategies very 
similar to those of good language learners. The author 
draws the conclusion that poor EFL learners do not need 
merely to copy the more successful ones but that such 
learners may benefit more from a training program in 
which they are assisted in identifying and refining 
their current repertoire of learning strategies.
In a recent study (1990), Vann & Abraham also 
found that unsuccessful learners are active strategy 
users but they use strategies inappropriately. Vann 
and Abraham therefore conclude that unsuccessful 
learners may be lacking certain higher order executive 
skills (metacognitive strategies), which causes their 
unsuccessful language learning endeavors.
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There is also a growing body of research in 
strategy training applications. The findings of these 
studies indicate that strategy training is effective in 
improving learners' performance on a wide range of 
reading and problem solving tasks. In their study, 
Carrell et al. (1989) provided metacognitive strategy 
training in reading to experimental groups and report 
that the training was effective in enhancing the 
subjects’ second language reading. O'Malley et al. 
(1985) conducted strategy training with high school 
students in a natural teaching environment. Their 
findings indicate that classroom instruction on 
learning strategies can facilitate learning.
In their 1990 article, Oxford et al. report six 
successful situational case studies and propose a 
training model. They conclude that these six diverse 
studies suggest the feasibility of helping students 
learn strategies that will make learning more effective 
and more fun.
2.5 Learning Strategies: Classifications
O ’Malley et al. (1985) provide a classification 
that covers the full range of strategies identified in 
the literature. In this classification there are three 
types of learning strategies depending on the level or 
type of processing involved, namely metacognitive, 
cognitive, and social/affeetive strategies.
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The first type, metacognitive strategies, are 
"generally applicable to a variety of learning tasks 
and include (a) knowledge about cognition, or applying 
thoughts about the cognitive operations of oneself or 
others, and (b) regulation of cognition, or planning, 
monitoring, and evaluating a learning or problem 
solving activity" (p. 24). Types of metacognitive 
strategies are advance organizers, directed attention, 
selective attention, self-management, advance 
preparation, self-monitoring, delayed production, and 
self-evaluation (Chamot, 1987). These types of 
strategies are applicable to a variety of learning 
tasks.
The second type, cognitive strategies are often 
specific to distinct learning activities. They operate 
directly on new information and manipulate it to 
enhance learning (O’Malley & Chamot, 1990). Chamot 
(1987) provides an extensive list of cognitive 
strategies: repetition, resourcing, directed physical 
response, translation, grouping, note-taking, 
deduction, recombination, imagery, auditory 
representation, key word, contextualization, 
elaboration, transfer, and inferencing.
The third type of strategy, social/affective, 
"represents a broad grouping that involves either 
interaction with another person or ideational control
23
over affect" (O'Malley & Chamot, 1990, p. 45).
2.6 Metacognitive Strategies and Beliefs About 
Language Learning
A considerable amount of strategy research has 
focused attention on the fact that immature learners 
are deficient not only in the variety of learning 
tactics that they possess, but also in their knowledge 
about the usefulness of the tactics they know and in 
their higher order skills of planning, implementing, 
and monitoring the success of their learning efforts 
(Derry & Murphy, 1986). This view points to the 
importance of metacognition, that is, the "cognition of 
cognition" (Carrell et al., 1989, p. 647) in learning. 
The term refers to learners' awareness and knowledge of 
their own learning process, as well as their abilities 
and tendencies to control those processes during 
learning. In other words, there are two dimensions of 
metacogni t ion:
knowledge about cognition and the regulation 
of cognition. Knowledge about cognition 
refers to the relatively stable and statable 
information that human thinkers have about 
their own cognitive processes and those of 
others. Regulation of cognition consists of 
those processes used to regulate and oversee 
learning, i.e. planning, monitoring, and 
checking outcomes. ( Wenden, 1986, p. 197)
In her 1986 study, Wenden investigated and
classified twenty-five adult learners' statable
knowledge about their language learning. She found
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that metacognitive knowledge in the domain of language
learning entails the following aspects:
-language (designating)
-language proficiency (diagnosing)
-outcome of strategies (evaluating)
-personal factors (self-analyzing)
-beliefs about how best to approach language 
learning (theorizing). (Wenden, 1986, pp. 
197-198)
Relevant work in cognitive psychology indicates 
that the acquisition of metastrategies can help Insure 
continued recall of component strategies long after 
training. The implication for strategy training is 
that if learners are prompted to invoke a metastrategy 
during a learning event, this general response could 
cue an available library of more specific processing 
techniques (Derry & Murphy, 1986).
Pressley et al. (1984) report on a number of 
studies that have evaluated the impact of one type of 
direct metacognitive training, the provision of utility 
information. When learners are convinced that a 
strategy will promote learning, that strategy is more 
likely to be maintained and employed at the time of the 
learning task.
In the field of second language learning, there 
has been relatively limited research into metacognitive 
strategies, Vann & Abraham (1990) express the need for 
research that considers learner variables in relation 
to metacognitive strategies.
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Неге, we see a mention of learners' beliefs 
playing a role in language learning. Actually, Wenden 
(1987) states that there is almost no mention in the 
literature of second language learners' beliefs 
underlying their choice of strategies. She calls the 
beliefs observed in the above mentioned study the 
subjects' "theories-in-action" and indicates that these 
beliefs
provide us with learners' views on ... 
methodological questions and can be a source 
of insight into their learning difficulties 
and to the overt and hidden resistance to 
some of the activities we organize to help 
them learn. (Wenden, 1987, p. 113)
In her 1986 study, Wenden found out that the 
subjects' beliefs about language learning actually 
affected their metacognitive strategies; beliefs about 
how best to learn were used to evaluate the 
effectiveness of a strategy and to concentrate 
strategies on a particular skill or language code. 
For example, one subject believed that "it was 
important to learn grammar and vocabulary first" (p. 
195), so she quit the class and continued studying 
grammar and vocabulary on her own, rather than take 
classes that focused on developing facility in the 
language skills.
Another researcher interested in learners beliefs 
about language learning is Horwitz (1987, 1988), who
states that these beliefs can have a strong impact on
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the students’ ultimate success in language learning. 
In order to identify beliefs about language learning, 
the researcher developed the "Beliefs About Language 
Learning Inventory" (BALLI) in 1983. The BALLI 
consists of thirty-four items that assess beliefs in 
five categories: foreign language aptitude, the
difficulty of language learning, the nature of language 
learning, learning and communication strategies, and 
motivations. Horwitz (1987), like Wenden, claims that 
student belief systems may play a significant role in 
determining learners' success in language learning and 
indicates that a "desuggestion" of erroneous beliefs 
can lead to more efficient results in learning.
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CHAPTER THREE 
METHODOLOGY
3.1 Introduction
The aim of the present study is to investigate the 
relationship between metacognitive learning strategies 
and learners’ beliefs about language learning. As 
described in the previous chapters, the notion of 
learning strategies is based on a cognitive theory of 
learning (O'Malley & Chamot, 1990). It is asserted 
that strategies begin as declarative knowledge that can 
become proceduralized with practice, and proceed 
through the cognitive, associative, and autonomous 
stages of learning. At the cognitive stage, the
strategy application is still based on declarative 
knowledge and is not performed automatically. 
Therefore, the learner can report on strategy use, 
which makes data collection relatively easy: interviews 
and questionnaires adequately serve the purpose. At 
the autonomous stage, on the other hand, the strategy 
application has become automatic, realized through 
connections in the long-term memory without the use of 
short-term memory, and therefore the learner may not be 
aware of using the strategy.
O'Malley & Chamot (1990) suggest ways for using 
introspective accounts in analyzing procedura1ized 
strategies, such as asking the subjects to perform 
tasks that require deliberate processing (e.g..
responding to dictation and producing original writing) 
or interrupting the subject in the middle of the task. 
Yet they point out the difficulty of implementing this 
latter technique with certain types of tasks, since the 
subjects may find it difficult to report what they are 
thinking while, at the same time, generating the 
required language. The authors also indicate that the 
broadest range of strategy use can be obtained with 
questionnaires and guided interviews because of the 
structure given to the questions, whereas the narrowest 
range occurs with think-aloud procedures.
These methods of data collection are based on 
self-report data, about which doubts are expressed on 
two main points: "the veridicality of verbal reports 
with underlying mental processes, and potential changes 
in mental processes resulting from the questions asked 
during data collection" (O’Malley & Chamot, 1990, p. 
96).
In answer to these doubts, Holec (1987), for 
instance, acknowledges the problematic character of 
reporting mental events but views the tapping of this 
information while it is still available a challenge for 
the researcher. He states that the potential of 
verbal report data is immense since it provides direct 
evidence about cognitive processes that are otherwise 
invisible.
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Research into metacognitive strategies and beliefs 
about language learning to date has used questionnaires 
and retrospective interviews (e.g., Wenden, 1986). 
The main problem in using attitude questionnaires is 
the "reactivity effect" (Brown, 1988): while completing 
the questionnaire, subjects may form or solidify an 
idea that they did not have before filling out the 
ques t i onna ire.
In a systematic approach to identifying learners' 
beliefs about language learning, Horwitz (1987) used an 
inventory and Wenden (1987) used interviewing. Both 
studies are relevant to the present research in that 
they suggest a link between metacognitive strategies 
and learners' beliefs. It is the aim of this study to 
further investigate this relationship between the two 
sets of notions, which has not been systematically 
investigated before.
Metacognitive strategies in this study will refer 
to the four main categories suggested by Brown (1982) 
and Wenden (1983): (a) knowledge about cognition, or 
applying thoughts about the cognitive operations of 
oneself or others, (b) planning, (c) monitoring, and 
(d) evaluating a learning or problem-solving activity.
Knowledge about cognition refers to applying 
thoughts to the cognitive operations of oneself and 
others, and according to Wenden (1983), is
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characterized by the questions "How does this language 
work?" and "What is it like to learn a language?", 
whereby learners make decisions about the linguistic 
and sociolinguistic codes, about how to learn a 
language, and about what language learning is like.
The second metacognitive strategy investigated in 
this study, planning, covers "advance organizers", that 
is, "making a general but comprehensive preview of the 
concept or principle in an anticipated learning 
activity"; "advance preparation", which means "planning 
for and rehearsing linguistic components necessary to 
carry out an upcoming language task; and also "self­
management" or "understanding the conditions that help 
one learn and arranging for the presence of those 
conditions" (Chamot, 1987, p. 77).
The next metacognitive strategy, monitoring, 
according to Anderson (1983), is "a response to 
ambiguity in comprehending language where an individual 
selects a best guess of the message’s meaning based on 
available information" (O’Malley & Chamot, 1990, p. 
48). This definition clearly involves inferencing 
skills. Monitoring is also described as "being aware 
of what one is doing or bringing one’s "mental 
processes under conscious scrutiny and thus more 
effectively under control" (Nisbet & Shucksmith, 1986, 
p. 7).
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The last strategy investigated in the study, self- 
evaluation, refers to "checking the outcomes of one’s 
own language learning against an internal measure of 
completeness and accuracy" (Chamot, 1987, p. 77).
3.2 Subjects
The twenty subjects of this study were chosen 
randomly among the students of two classes at Bilkent 
University, School of English Language. These two
classes were chosen because of the researcher’s 
familiarity with them from clinical supervision 
sessions, on the assumption that this familiarity would 
encourage a more cooperative involvement on the part of 
the subjects. Another reason for the choice was to 
control for native language, nationality and 
educational level: all students were of Turkish LI 
background and graduates of Turkish public high 
schools. At the time of the study, they were at an 
intermediate level of EFL instruction. The age of the 
subjects ranged from 17 to 21. There were ten were 
males and ten females.
3.3 Materials
Three sets of materials were used for conducting 
the study. The first was a questionnaire with 40 
items for identifying subjects’ beliefs about language 
learning (see Appendix A). The questionnaire was
based on the Beliefs About Language Learning Inventory
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(BALLI) devised by Horwitz (1987) and was translated by 
the researcher into the subjects' native language, 
Turkish. Horwitz’ BALLI consists of 3A items, to
which there are no clearcut right and wrong answers. 
The subjects rate their reaction to each statement on a 
scale of 1 to 5, 1 denoting strong agreement and 5
strong disagreement. To control for the reactivity
effect (a possible extraneous variable that colors the 
results when the instrument imposes ideas that subjects 
do not normally hold) in the present study, a "no 
opinion" response was added to the rating scale and 
before the administration of the questionnaire, the 
subjects were advised to rate their beliefs as honestly 
and accurately as possible.
The questionnaire items investigate beliefs in 
five major areas: foreign language aptitude, the 
difficulty of language learning, the nature of language 
learning, learning and communication strategies, and 
motivation. The items on foreign language aptitude 
address the issue of equal potentiality for language 
learning. One of Horwitz’ (1987) objectives is to 
identify the good language learner, e.g., "Are some 
people more likely to be successful than others, and if 
so, who are these more successful learners?" (p,122).
Another set of items in the questionnaire concerns 
desires the subjects hold associated with the learning
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of English. These two sets of beliefs do not seem to 
be directly related to metacognitive strategies but 
they may be indirectly related to motivation, which is 
one of the major factors shaping the second language 
acquisition process.
The other three sets of questionnaire items on the 
difficulty of language learning, the nature of language 
learning, and learning and communication strategies are 
more directly related to the focus of the present study 
than the items mentioned in the preceding paragraphs. 
In order to gather data more directly related to 
metacognitive strategies, ten items were added by the 
researcher to the original inventory. These items
were determined on the basis of metacognitive strategy 
definitions in the literature and on Wenden*s (1987) 
findings. Three of these items assess the subjects* 
attitude toward their learning situation at Bilkent 
University. Some of the additional items concern
learning strategies or priorities in language learning.
The second set of materials used for the study was 
a list of questions that prepares the subjects for the 
semi-guided interview (see Appendix B). The questions 
in the list cover the four metacognitive strategies 
investigated in this research, namely knowledge about 
cognition, planning, monitoring, and self-evaluation.
The third set of materials was a guide for
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conducting the individual retrospective interviews 
about subjects* metacognitive strategies (see Appendix 
C). This guide again covers the same four
metacognitive strategies and consists of open-ended 
questions to encourage self-report of data. Both the 
pre-interview questions and the interview guide were 
prepared by the researcher.
3.4 Procedures and Data Collection
At the onset, the students of two classes at BUSEL 
were asked to write down the name and type of high 
school they had graduated from. This was a screening 
measure for selecting subjects that came from Turkish 
public high schools only. Next, twenty of the
students who complied with this criterion were selected 
randomly and asked whether they would be able to allot 
time for this study. As they were willing to take part 
in it, the questionnaire on beliefs about language 
learning was distributed during one class hour in each 
class while the researcher was present with the 
subjects. Before the distribution, the subjects were 
told to be as honest as possible in responding to the 
inventory items.
After the completion of the inventory, the 
subjects were given the list of questions (in Turkish) 
to prepare for the upcoming interview and to observe 
themselves more closely over a period of two weeks.
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An interview date was set for each subject. Interviews 
were carried out on a one-to-one basis to prevent the 
possibility of the subjects* influencing each other 
during the interaction. The interviews, conducted in 
Turkish and outside class over a period of four weeks, 
were informal in nature and the subjects were again 
asked to express themselves as openly and directly as 
possible. The exchanges were recorded and later
analyzed by the researcher,
3,5 Analytical Procedures
To be able to correlate the questionnaire and 
interview findings, subjects* answers to interview 
questions were numerically represented on a 1-3 scale, 
1 denoting a strong strategy use, 2 an average use, and 
3 a weak use. These figures for each subject were 
determined by the subject and the researcher together. 
After the subjects responded in each of the
metacognitive strategy categories, they were asked to 
rate their overall potency in that area on a scale of 1 
to 3. To achieve congruence between the ratings by 
different subjects, each subject*s self-report was 
examined in comparison with others*. The figures 
obtained in this way were then compared with the 
questionnaire results. The **Stat i st i cal Package for 
the Social Sciences** (SPSS) program was used in order 
to investigate the relationship between metacognitive
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strategies and beliefs about language learning.
In addition, a number of beliefs which represent 
learners* attitudes to learning a foreign language were 
grouped together to create an attitude variable for 
each learner and their scores were totaled. The
combined score which represented an "attitude variable" 
was then correlated with the number of language areas 
emphasized by the learner in the interview. The
attitude variable was calculated by adding up the 
responses to the following questionnaire items: 1 (It 
is easier for children than adults to learn a foreign 
language), 5 (I believe that I’ll learn to speak 
English very well), 6 (Turks are good at learning 
foreign languages), 19 (English language teaching at 
Bilkent satisfactorily meets my demands), 22 (Someone 
whose native language is a Western language can learn 
English more easily), and 27 (Everyone can learn to 
speak a foreign language). Subjects’ attitude figures 
ranged from 13 to 22, the larger number denoting a more 
positive attitude toward learning a foreign language. 
Thus, the combined scores of these items which 
represented the attitude variable were correlated with 
the four metacognitive strategies and their subtypes. 
The computation results are presented in Chapter Four.
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CHAPTER FOUR 
RESULTS
A.l Overview of the Study
The hypothesis this study set out to test is that 
there is a relationship between learners’ beliefs about 
language learning and their metacognitive strategies. 
In order to test this hypothesis, two sets of data were 
gathered. The first set comprises the subjects'
responses to a questionnaire assessing opinions on a 
variety of issues and controversies related to language 
learning. The second set of data was gathered through 
Individual interviews with the subjects. These two 
sets of data present insights into a group of Turkish 
university students' beliefs about language learning 
and metacognitive strategies. The hypothesized
relationship between the beliefs and the strategies was 
investigated both descriptively, that is by comparing 
each subject’s questionnaire responses and interview 
answers, and also statistically by using a computer 
program called ’’Statistical Package for the Social 
Sciences” (SPSS). Both groups of results (the
questionnaire and interview findings) are presented 
respectively and relationships between the two groups 
of data are reported in this chapter.
A.2 Questionnaire Findings
The questionnaire was administered to twenty 
students at Bilkent University, School of English
Language, during the second half of the academic year, ' 
when the subjects were at an intermediate level of 
proficiency in English, There were ten males and ten 
females. As mentioned in the previous chapter, there 
are no right or wrong answers to the questionnaire 
items. The subjects' responses will be presented in 
the five categories the questionnaire assesses: foreign
language aptitude, the difficulty of language learning, 
the nature of language learning, learning and 
communication strategies, and motivation. To increase
readability, the rat ings data of the questionnaire, 
which was on a scale of 1 to 5, was collapsed into two 
categories. These are, "agree", which refers to both
agree and strongly agree responses, and ''disagree", 
which refers to both disagree and strongly disagree
r e s p o n s e s .
4.2.1 Foreign Language Aptitude
Questionnaire items 1, 2, 6, 10, 11, 17, 23, 27,
and 36 concern the general existence of specialized
abi lities for language learning and the cha racteristics
of successful and unsuccessful language learners 
(Horwitz, 1988). Thus, these items address the issue 
of individual potential for achievement in language 
learning. Table 4.1 shows the responses of the
subjects about foreign language aptitude.
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TABLE 4.1
Questionnaire Responses on Foreign Language Aptitude
-5±.
1. It is easier for children than adults to learn a 
foreign language.
8 10 0 1 1(40%) (50%) (5%) (5%)
2. Some people have a special ability for learning 
foreign languages.
7 8 2 3 0
(35%) (40%) (10%) (15%)
6. Turkish people are good at learning foreign 
languages.
1 1 12 4 2
(5%) (5%) (60%) (20%) (10%)
10.It is easier for someone who already speaks a 
foreign language to learn another one.
4 13 2 1 0
(20%) (65%) (10%) (5%)
11.People who are good at mathematics or science are 
not good at learning foreign languages.
1 0 4 3 12
(5%) (20%) (15%) (60%)
17.1 have a special ability for learning foreign
languages.
0 4 11 5 0
(20%) (55%) (25%)
23.Women are better than men at learning foreign
languages.
1 3 8 7 1
(5%) (15%) (40%) (35%) (5%)
27.Everyone can learn to speak a foreign language.
2 15 2 1 0
(10%) (75%) (10%) (5%)
36.People who speak more than one language are very
intel1i gent.
0 6 2 11 1
__(30%)___ (10%)___ (55%) ___(5%)
*Note: 1 = strongly agree, 2 = agree, 3 = no opinion, 4
= disagree, 5 = strongly disagree •
Subjects in the study generally endorsed the
concept of foreign language aptitude or special
abilities for language learning. A majority of 75%
agreed with the statement: "Some people have a special 
ability for learning foreign languages”. The students
differed, however, as to whether they perceived 
themselves as possessing this special ability: 20% 
agreed with the statement; "I have a special ability 
for learning foreign languages", 25% disagreed with it, 
and 55% of the subjects responded as having no opinion, 
which means they are neutral about their own aptitude. 
The 25% disagreement shows that some of these students 
have fairly negative assessments of their own language 
learning abilities. On the other hand, a majority of 
85% agreed that everyone can learn to speak a foreign 
language. Taken together, the responses of these two 
Items indicate that many of the subjects do not see 
themselves as particularly gifted language learners, 
but that an average ability is sufficient for the task 
of language learning.
The questions dealing with beliefs concerning the 
characteristics of good language learners yielded 
interesting results. The students felt overwhelmingly 
(90%) that it is easier for children than adults to 
learn a foreign language, while 10% disagreed with the 
statement. In contrast, two other beliefs in this 
category were not supported by such a majority. In 
response to the view that people who are good at 
mathematics and science are not good at learning 
foreign languages, 75% disagreed, 20% were neutral, and 
only 5% agreed. As for women being better than men at
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learning foreign languages, 20% agreed, 40% responded 
neutrally, and 40% disagreed, all of the agreement 
responses coming from female subjects.
The view that people who speak more than one 
language are very intelligent found only 30% support. 
Disagreement was 60%. This indicates that these 
students do not think a high level of intelligence Is 
necessary for language learning.
Most of the subjects were not very enthusiastic 
about the language learning ability of their fellow 
Turks: only 10% agreed that Turks are good at learning 
foreign languages, 30% disagreed, and 60% were neutral. 
These results show that most of the students do not 
feel particularly gifted due to their nationality or 
vice versa.
As Horwitz (1988) notes, the concept of foreign 
language aptitude can be the source of a negative 
outlook on language learning. If a student believes 
that some people are unable or less able to learn a 
foreign language, this can lead to negative 
expectations about their own potential, especially when 
they are members of that particular group. Students 
who feel that they lack some capacity necessary to 
language learning can doubt their own ability as 
language learners and thus they expect to do poorly in 
language study.
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A.2.2 The Difficulty of Language Learning
Items 3, A, 5, 15, 25, and 3A concern the general 
difficulty of learning a foreign language. Items 25 
and 3A assess the relative difficulty of different 
language skills, and item 5 surveys student 
expectations for success. Responses to these items 
are reported in Table A.2.
TABLE A.2
Questionnaire Responses on the Difficulty of 
Language Learning
A3
_L .i*.
3. Some languages are easier to learn than others.
A 9 A 2 1
(20%) (A5%) (20%) (10%) (5%)
A. English is: 1) a very difficult language, 2) a 
difficult language, 3) a language of medium difficulty, 
A) an easy language, 5) a very easy language.
0 9 6 5 0
(A5%) (30%) (25%)
5. I believe that I will learn to speak English well.
2 lA 1 2 1
(10%) (70%) (5%) (10%) (5%)
15. If someone spent one hour a day learning a 
language, how long would it take them to speak the 
language very well: 1) less than a year, 2) 1-2 years, 
3) 3-5 years, A) 5-10 years, 5) You can't learn a
language in one hour a day.
3 11 3 2 1
(15%) (55%) (15%) (10%) (5%)
22. Someone whose native language is a Western language 
learns English more easily.
1 8 8 3 0
(5%) (A0%) (A0%) (15%)
25. It is easier to speak than understand a foreign 
language. 0 2 3 13 2
(10%) (15%) (65%) (10%)
3A. It is easier to read and write English than to 
speak and understand it.1 9 3 6 1
________________ (STH) (A5%)___ (15%'i___ (3Q%)___C5JLI
*Note: 1 = strongly agree, 2 = agree, 3 = disagree. 5 = strongly disagree.
no opinion, A
The results show that 65% of the subjects support the 
concept of a language learning difficulty hierarchy. 
Thus, these students believed that language learning is 
dependent on the target language being studied. 
Responses differed as to the difficulty level of 
English: none of the subjects thought English was a 
very difficult or a very easy language; A5% called 
English "a difficult language", 30% "a language of 
medium difficulty”, and 25% "an easy language”. These 
answers indicate that students have differing 
assessments of the difficulty of the task they face, 
only relatively few of them thinking it an easy 
undertaking.
The subjects were generally optimistic about 
themselves as language learners: 80% agreed with the 
statement: “I believe that I will learn to speak 
English well". Yet, 15% of the subjects disagreed 
with the statement and 5% were neutral.
Next, time requirements for language learning were 
Investigated. In response to the question: If someone 
spent one hour a day learning a language, how long 
would it take them to speak the language very well”, 
15% of the subjects chose "less than a year”, 55% 1-2 
years, 15% 3-5 years, 10% 5-10 years, and 5% "You can't 
learn a language in one hour a day”. More than half 
of the students felt that a maximum of two years is
A4
sufficient for learning another language.
As for the relative difficulty of different 
language skills, only 10% of the students agreed with 
the statement: "It is easier to speak than understand a 
foreign language”. The majority (75%) disagreed with 
it and 15% were neutral. In accordance with these 
responses, 50% of the subjects agreed that ”It is 
easier to read and write English than to speak and 
understand it”, 35% disagreed, and 15% were again 
neutral.
Student judgements about the difficulty of 
language learning are "critical to the development of 
students’ expectations for and commitment to language 
learning” (Horwitz, 1987, p. 123). If they
underestimate the difficulty of the endeavor, they may 
become frustrated when the program is not rapid. Or a 
belief that it will take a very long time to learn a 
language could be discouraging and cause them to make 
only minimal efforts. Judgements about the relative 
difficulty of language skills are also important in 
that they may affect students' study priorities.
4.2.3 The Nature of Language Learning
Items 8, 12, 16, 18, 28, 30, 31, and 38 include a
number of issues related to the nature of the language 
learning process. These issues range from the role of 
cultural contact and language immersion to the
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learners' conception of the focus of language learning. 
Responses in this category are found in Table 4.3.
TABLE 4.3
Questionnaire Responses on the Nature of Language
Learning
-- 2. 3 4 5*
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_L
8. It is necessary to know about English-speaking 
cultures in order to speak English.
0 5 4 10 1
(25%) (20%) (50%) (5%)
12. It is best to learn English in an English-speaking 
country.
11 8 0 0 1
(55%) (40%) (5%)
16. It is better to learn English with a native speaker 
teacher.
7 12 1 0 0
(35%) (60%) (5%)
18. The most important part of learning a foreign 
language is learning vocabulary words.
5 13 1 1 0
(25%) (65%) (5%) (5%)
28. Speech is the best sign of a high proficiency in 
English.
2 6 2 9 1
(10%) (30%) (10%) (45%) (5%)
30. Learning a foreign language is different than 
learning other academic subjects.
2 13 3 * 2  0
(10%) (65%) (15%) (10%)
31. The most important part of learning a foreign 
language is learning grammar.
2 8 3 7 0
(10%) (40%) (15%) (35%)
38.It is better to learn English the natural way rather 
than learning it in the classroom.
7 10 1 1 1
___________  f35%l (50%)___ (5%) (5%) (5%)
♦Note: 1 = strongly agree, 2 = agree, 3 = no opinion, 4 
= disagree, 5 = strongly disagree.
In the cultural contact and language immersion items, 
diverse responses were received. Although an 
overwhelming majority of the subjects (95%) agreed that 
”It is best to learn English in an English-speaking
country" and "It is better to learn English with a 
native speaker teacher", more than half of them (55%) 
disagreed that "It is necessary to know about English- 
speaking cultures in order to speak English". A
minority of 25% agreed that cultural information is 
needed and 20% were neutral. This indicates a
controversy on the issue of cultural contact.
Many of the subjects expressed the belief that 
learning vocabulary and grammar is the most important 
part of learning a foreign language. An overwhelming 
90% agreed that learning vocabulary words is the most 
important part of language learning, 5% were neutral, 
and another 5% disagreed with such a focus. As for 
learning grammar, 50% chose it as the most important 
part of language learning, 15% were neutral, and 35% 
disagreed. In keeping with these results, a larger 
number of the students disagreed that speech is the 
best sign of a high proficiency in English: 50% 
disagreement as opposed to 40% agreement. In contrast 
to these findings, 85% of the subjects agreed with the 
statement: "It is better to learn English the natural 
way rather than learning it in the classroom". This 
contradicts with the emphasis these learners put on 
vocabulary and grammar because learning a language "the 
natural way" entails much more than these two areas.
A belief that learning vocabulary words and
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grammar rules is the most important part of language 
learning is likely to lead students to invest the 
majority of their efforts on vocabulary and grammar at 
the expense of other language learning tasks. 
Therefore, it may cause unproductive results in their 
language learning endeavors.
4.2.4 Learning and Communication Strategies
Items 7, 9, 13, 14, 20, 21, 24, 26, 32, 33, 35,
39, and 40 address the learning and communication 
strategies and are more directly related to the 
students* actual learning practices (Horwit2,1988). 
Responses to these items are found in Table 4.4.
TABLE 4.4
Questionnaire Responses on Learning and Communication
Strategies
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± .it.
7. It is important to speak English with an excellent 
pronunciation.
5 11 1 2 1
(25%) (55%) (5%) (10%) (5%)
9. You shouldn't say anything in English until you can 
say it correctly.
0 2 1 9 8
(10%) (5%) (45%) (40%)
13. It is beneficial to practice with native speakers 
of English.
13 6 0 1 0
(65%) (30%) (5%)
14. It is o.k. to guess if you don't know a word in 
English. 1 15 3 1 0
(5%) (75%) (15%) (5%)
20. It is necessary to memorize rules and vocabulary 
words while learning a foreign language.
4 11 2 2 1
(20%) (55%) (10%) (10%) (5%)
21. In order to understand or say something in English, 
one has to think in Turkish first.
1 0 0 10 9
(5%) (50%) (45%)
24. If beginning students are permitted to make errors 
in English, it will be difficult for them to speak 
correctly later on.
4 7 5 A O
(20%) (35%) (25%) (20%)
26. It is important to practice with cassettes.
3 15 0 1 1
(15%) (75%) (5%) (5%)
32. Everything in English can be expressed just as well 
in Turkish.
1 3 5 9 2
(5%) (15%) (25%) (45%) (10%)
33. It is beneficial to practice English outside the 
classroom with friends learning English.
3 15 1 0 1
(15%) (75%) (5%) (5%)
35. It is beneficial to watch TV programs and films in 
English and to listen to English songs.
10 9 0 0 1
(50%) (45%) (5%)
39. In order to understand and use a foreign language, 
one has to think in that language.
7 9 2 1 1
(35%) (45%) (10%) (5%) (5%)
40. It is important that one should try not to make 
mistakes in speaking or writing English.
1 10 1 7 1
_________________X53L)_____C5JQX)_____CiXj____ (35%)_____(5%)
Note: 1 = strongly agree, 2 = agree, 3 = no opinion, 4
= disagree, 5 = strongly disagree.
A9
First, in reference to more traditional learning 
strategies, the subjects strongly endorsed (95%) the 
view that it is beneficial to practice with native 
speakers. They also agreed (90% and 95% respectively) 
that it is beneficial to practice with cassettes and 
that it is important to watch TV programs and films and 
to listen to English songs. Speaking with peers 
outside the classroom was also supported by 90% of the 
students. They were also supportive of more
communicative approaches such as "It is o.k. to guess 
if you don’t know a word in English” (80%), and only 
10% believed that one shouldn't say anything in English 
until they can say it correctly. However, in response 
to the statement: "If beginning students are permitted 
to make errors in English, it will be difficult for 
them to speak correctly later on”, 55% of the students 
said they agreed, while only 20% disagreed. In line 
with this item, fhe statement: "One should try not to 
make mistakes in speaking or writing in English” 
received 55% support and 40% opposition. Therefore, 
although the subjects seem to be well aware of the 
necessity of communicative activities, they also 
believe that accuracy is an important issue in language 
learning. On the same note, 80% of the students
believed that "It is important to speak English with an 
excellent pronunciation”. Such an emphasis on
accuracy might cause shyness and over-concern with 
accent, which in turn, might impede communication 
attempts.
As for other learning strategies, 75% of the 
subjects agreed with the necessity of memorizing 
grammar rules and vocabulary, while only 15% disagreed 
with it. In response to the items on thinking in the 
native or target language while producing or processing 
English, an overwhelming majority of 95% stated that it
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is not beneficial to think in Turkish first. In 
accordance with this result, 55% of the students 
believed that everything in English cannot be expressed 
just as well in Turkish. In conclusion, it can be
said that translation between the target and the native 
language was not seen as a useful strategy,
A.2.5 Motivations
Questionnaire items 19, 29, and 37 concern desires 
and opportunities the subjects associate with the 
learning of English. The responses in this category 
are reported in Table A.5.
TABLE A.5
Questionnaire Responses on Motivations
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J_ J5*_19. English Language teaching at Bilkent satisfactorily 
meets my demands.
1 9  1 7  2
(5%) (A5%) (5%) (35%) (10%)
29. If I learn English very well, I'll have better 
opportunities for making money.
5 9 A 2 0
(25%) (A5%) (20%) (10%)
37. I would like to learn English so that I get to know 
native speakers better.
0 A 3 10 3
_ ____________________Г2ПУ1 n.5^1 Г5ПУ)____ (15%).
♦Note: 1 = strongly agree, 2 = agree, 3 = no opinion, A 
= disagree, 5 = strongly disagree.
First, almost an equal number of students (50% and 
A5% respectively) agreed and disagreed with the 
statement "English Language teaching at Bilkent 
satisfactorily meets my demands". This duality is 
most likely to be caused by the differing expectations
and characteristics of the students. In response to 
"If I learn English very well, I'll have better 
opportunities for making money”, 70% said they agreed, 
20% were neutral, and 10% disagreed. Therefore, it can 
be concluded that a good knowledge of English is seen 
as a strong opportunity for better economic status. 
Although this instrumental motivation item received a 
strong support, the integrative motivation item "I want 
to learn English in order to know its speakers better" 
was supported by a mere 20%, and 65% of the students 
disagreed with the statement, which indicates that the 
subjects in the study were instrumentally motivated 
toward English rather than integratively.
4.2.6 Discussion of Questionnaire Findings
The results of this questionnaire present only a 
static, cross-sectional view of students beliefs. It 
is possible that learner beliefs vary over time. 
Still, the findings provide a general understanding of 
the subjects* beliefs and it is important to consider 
the pedagogical implications of these findings.
First of all, more than half of the subjects (55%) 
felt it possible to become fluent in a second language 
in two years or less. It was observed during the 
interviews that most of these subjects were severely 
disappointed with the pace of the English Language 
teaching program at Bilkent and also with the English
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proficiency level they had reached over the time spent 
at Bilkent. Such disappointment is a probable cause 
of demotivation in their learning endeavors.
Another motivation related finding shows that most 
of the students were instrumentally motivated toward 
learning English. It may be a good idea to present 
these learners with activities or materials that would 
help imbed some integrative motivation as well, which 
could result in more a more efficient learning process.
Learning strategies are also at issue. Most of 
the subjects displayed an inclination toward a limited 
understanding of language learning, emphasizing 
vocabulary and grammar rather than a holistic approach 
to language learning. As Holec (1987) states, such 
limited approaches are likely to lead to inefficient 
learning efforts and therefore these misconceptions 
have to be modified before achieving self-direction in 
learning.
The affective consequences of the emphasis on 
accuracy must be considered as well. A substantial 
number of the subjects in this study are concerned with 
the correctness of their language and pronunciation. 
The interview findings show that many of them feel 
uneasy about making mistakes while at the same time 
believing it is important to avoid them. This is 
likely to contribute to the build-up of anxiety in the
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foreign language learning process.
4.3 Interview Findings
The interviews assessed the metacognitive
strategies of the subjects in four main categories: 
knowledge about cognition, planning, monitoring, and 
self-evaluation (Brown, 1982). These four categories 
cover a number of sub-strategies referred to under 
different names in the literature and are defined in 
detail when reporting the findings in each category 
below.
4.3.1 Knowledge About Cognition
In this study, knowledge about cognition includes 
applying thoughts about the cognitive operations of 
oneself and others. More specifically, these thoughts 
entail making judgements about the linguistic and 
sociolinguiStic codes and about how to learn a language 
and about what language learning is like (Wenden, 
1983) .
In the present study, knowledge about cognition 
was investigated by studying the subjects' remarks 
about their understanding of language learning and 
about what should be emphasized while learning English. 
The subjects' priorities in language learning were 
classified in terms of the language areas vocabulary, 
grammar, speaking, writing, reading, and listening. 
Table 4.6 reports the priorities of the subjects in
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these areas.
The figures show that all of the subjects 
emphasize vocabulary and 17 (85Z) emphasize grammar in 
their language learning endeavors. These results are 
in keeping with the questionnaire findings: 90% of the
TABLE 4.6
Priorities in Language Learning
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V G S W R L
n = 20 
(100%)
17
(85%)
8
(40%)
7
(35%)
6
( 30%)
8
(40%)
N = 20
Note: V = vocabulary, G = grammar, S = speaking, W = 
writing, R = reading, L = listening, n = The number of 
subjects who emphasized the above areas in language 
learning.
subjects agreed vocabulary learning is the most 
important part of language learning and 50% supported 
grammar in the same way. This indicates a congruence 
between learners' beliefs and actual learning practice. 
Yet, it can be seen from the table that other areas of 
language did not receive such high emphasis, revealing 
that the subjects had a rather limited approach to 
language learning, which is likely to prevent them from 
adopting a holistic approach to all aspects of the 
language system associated with successful learners.
In order to investigate a possible relationship 
between the type of approach to learning (limited, 
meaning emphasizing only vocabulary and grammar, or
holistic, which means putting emphasis on a larger 
number of language aspects) and beliefs about language 
learning, a group of beliefs which represents learners* 
attitudes to learning a foreign language was combined 
to create an attitude variable for each learner, which 
was then correlated with the number of language areas 
emphasized by the learner. The attitude variable was 
calculated by adding up the responses to the following 
questionnaire items: 1 (It is easier for children than 
adults to learn a foreign language), 5 (I believe that 
I'll learn to speak English very well), 6 (Turks are 
good at learning foreign languages), 19 (English 
language teaching at Bilkent satisfactorily meets my 
demands), 22 (Someone whose native language is a 
Western language can learn English more easily), and 27 
(Everyone can learn to speak a foreign language). 
Subjects’ attitude figures ranged from 13 to 22, the 
larger number denoting a more positive attitude toward 
learning a foreign language.
Table A.7 shows the frequencies of the subjects* 
emphasis on the total number of language aspects In 
relation to the attitude variable. It can be seen 
that one subject with an attitude score of 13 reported 
an emphasis on three language aspects and another one 
with a score of 15 responded in exactly the same way. 
There was one subject with an attitude score of 16,
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emphasizing two language aspects. At the attitude 
level of 17, one subject emphasized two aspects and 
another one three.
TABLE A.7
Attitude and the Frequencies 
of the Number of Language Aspects Emphasized
Total # of Language Aspects
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Att i tude 
Scores
13
15
16
17
18
19
20 
21 
22
1
1
2
1 A
1
1
2
1
2
N = 20
Two subjects who had a score of 18 reported focusing on 
two aspects of language and one subject with the same 
score emphasized five language areas. There were six 
subjects who scored 19, one of whom focused on two 
aspects, four on three aspects, and one on four. One 
subject with an attitude score of 20 reported a focus 
on three aspects and two others at the same level 
stressed four. Only one subject received a score of
21 and emphasized five language aspects. Similarly, 
the two subjects with the highest attitude score of 22 
reported an emphasis on 5 aspects.
Figure A.l represents the findings in Table A.7 on 
a scatter plot and shows the correlation between
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attitude and the number of language aspects emphasized 
by the subjects.
FIGURE 4.1
Scatter Plot of Attitude Scores and the Number of 
Language Aspects Emphasized
Att i tude 
Scores
# of Language 
Aspects Emphasized
As explained by Hatch & Farhady (1982), the 
distribution of the results on the scatter plot shows a 
positive relationship between attitude scores and the 
number of language aspects emphasized by the subjects. 
The correlation coefficient was computed on the SPSS 
(r = .5658) and was found to be statistically
significant (p < .01). This means the more positive 
the learners' attitude, the more holistic are their 
approaches to language learning. Emphasis on speaking 
and listening, two of the less prominent aspects for 
the subjects, also significantly correlated with 
attitude (for speaking: r = .5018, p < .05; for
listening: r = .4545, p < .05). However, writing and 
reading were the least emphasized language aspects 
among this group of learners.
4.3.2 Planning
Planning in this study entails two metacognitive 
strategies defined by Chamot (1987). These are "advance 
preparation", or "planning for and rehearsing 
linguistic components necessary to carry out an 
upcoming language task", and "self-management", which 
means "understanding the conditions that help one learn 
and arranging for the presence of those conditions" (p. 
77). Self-management also covers the question "How
should I change?", in case the learners feel a need for 
change in their strategy use or approach to language 
learning in general.
In the interviews, the subjects were asked whether 
they prepared in advance for a language activity, such 
as planning what to say in an anticipated conversation 
with the teacher. The answers varied from "always" to 
"never". A total of 15 subjects (75%) reported using 
planning in one form or another whereas 5 subjects 
(25%) responded negatively. No correlation was found 
between the beliefs in the questionnaire and advance 
preparation. This must be due to the fact that there 
were no questionnaire items that directly assessed 
advance planning. In addition, this aspect of planning 
may be related to other learner variables such as 
reflectivi ty/impulsivi ty.
In order to inquire into self-management, the
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other aspect of planning investigated in the study, 
the subjects were asked whether they were conscious of 
the conditions or techniques which led to more or less 
efficient learning and whether they tried to change the 
negative points for more fruitful ones. The answers 
about the beneficial conditions contained a range of 
learning style preferences: sensory styles such as 
visua1-orientation, examples of which are studying by 
writing things down, hanging vocabulary lists on the 
walls, etc,, or auditory-orientation features like 
listening to recordings of one's own speech for 
ameliorating pronunciation, tape-recording lessons and 
listening to them later on, etc. In addition, the 
subjects referred to environmental preferences like 
studying in the library instead of an informal setting 
or vice versa, studying with peers or alone. Most
said they did their best to arrange for the presence of 
these conditions.
As for the negative aspects in the study/learning 
habits, two points were salient: trying to memorize 
what is to be learned and thinking in Turkish while 
producing or processing English. The questionnaire
figures show that 75% of the subjects believed in the 
necessity of memorizing grammar rules and vocabulary 
words. According to the interview findings, 17 of the 
subjects refer to memorization as their major learning
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strategy. There is a high correlation between the 
belief and the actual practice: r = .5615, p < .01. In 
spite of the seeming popularity of memorization, many 
of the subjects referred to it as a "painstaking" and 
unprofitable strategy. Yet, they could not discard 
memorization for they believed there was no alternative 
to it under the present conditions, which they defined 
as "having to learn too much in too little time". This 
insistence on an "unprofitable" strategy is indicative 
of a self-management deficiency shared by most of the 
subjects and its use may be counterproductive. The 
subjects see the inefficacy of rote learning and view 
it as a major factor diminishing motivation, but they 
cannot find an alternative to replace it.
The other negative practice referred to by the 
subjects was thinking in Turkish while dealing with 
English. In response to the questionnaire item "In 
order to understand or say something in English, one 
has to think in Turkish first", 95Z of the subjects 
disagreed, but in the interview it was observed that 12 
students (60%) complained about thinking in Turkish and 
thought it was a negative factor for success in 
learning English. This shows that in this respect the 
learners are acting in contrast to their beliefs, which 
suggests the presence of influential factors other than 
beliefs in the language acquisition process.
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As for the learning problems encountered in 
general, some subjects expressed dissatisfaction with 
the way they self-managed learning, but most found 
fault with the system (administration, teachers, books, 
etc.) and other external factors such as living 
conditions and lack of real-life language input. It 
was interesting to observe that most of the subjects 
put the blame on factors out of their control instead 
of looking for inside reasons and solutions. Most had 
no deliberate attempts to remedy their discontent and 
those who wanted to change did not know what to do. 
These indications of deficiency in self-management is a 
major problem which signals a serious shortcoming in 
achieving learner autonomy.
4.3.3 Monitoring
Monitoring in this study refers to an awareness of 
what one is doing in language production and, more 
specifically, to correcting one’s language production 
for accuracy in pronunciation, grammar, vocabulary, or 
for appropriateness related to the setting or people 
who are present (Chamot, 1987). Monitoring, as
assessed here, also includes responding to ambiguity in 
the comprehension of language where an individual 
predicts the meaning of the message with the help of 
available information (Anderson, 1983). In the
interviews, monitoring was investigated by asking the
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learners whether they tried to correct their mistakes 
and/or to change their pronunciation, grammar, or 
vocabulary depending on the interlocutor in the 
interaction while speaking or writing in English. The 
subjects’ attitude toward inferencing was also 
questioned about. The responses on these points
showed that some of the subjects were concerned with 
the accuracy and appropriateness of their language
production and aimed to achieve "flawless" results, 
especially depending on the people they are 
communicating with. For example, some subjects
referred to being more conscious about the accuracy of 
their speech when talking to the teacher in the
classroom. Most of the subjects who thought accuracy 
an important issue were those who stressed learning 
about the language, although no significant correlation 
was found between the two sets of responses.
According to the questionnaire findings, 55% of 
the students in the study agreed that one should try 
not to make mistakes in speaking or writing in
English, 80% believed excellence in pronunciation is a 
very important issue, and 55% thought beginning
students* errors should not be tolerated. An
interesting observation was that when it came to error 
correction, most subjects preferred to be corrected by 
the teacher rather than by their peers. Some subjects.
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on the other hand, did not show a concern for accuracy. 
Most of these were the ones who believed it was better 
to learn a second language the "natural way" (no 
significant correlation was found between this 
questionnaire item and emphasis on accuracy). These 
subjects reported that they paid attention to meaning 
rather than form and tried to engage in more 
communicative activities like speaking with native 
speakers, writing letters in English, and watching 
films in English.
As for inferencing, most subjects referred to it 
in terms of guessing the meaning of unknown vocabulary. 
It was observed that many subjects thought it was very 
difficult to achieve accurate results by using 
inferencing because of the heavy load of material they 
had to master. In spite of the 80% agreement with the 
statement "It's o.k, to guess when you don’t know a 
word in English", only two of the subjects referred to 
using inferencing frequently and with credence.
The relationship between monitoring and attitude 
is represented on a scattergram in Figure 4.2. For 
the sake of convenience, the rating scale in the 
interviews has been adjusted so that a score of 1 
denotes weak monitoring, 2 average, and 3 a strong use 
of monitor. As seen in the figure, the more positive 
the subjects attitude in the related beliefs, the
6A
higher were the use of monitoring features investigated 
in this study.
FIGURE 4.2
Scatter Plot of Attitude and Monitoring Scores
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Scores
Monitoring Scores
As the scattergram demonstrates, the subjects’ 
overall scores in the monitoring category correlated 
significantly with attitude (r = .4482, p < .05). This 
means that a more positive attitude toward language 
learning as assessed by the questionnaire items results 
in higher monitoring.
4.3.4 Self-Evaluation
In the present study self-evaluation was accepted 
as "checking the outcomes of one’s own language 
learning against an internal measure of completeness 
and accuracy” (Chamot, 1987, p. 77). In this 
category, most of the subjects mentioned affective 
criteria such as psychological mood and motivation as 
being important for effective involvement in any 
learning activity. They complained about lack of 
motivation and thought this was due to the conditions
at BUSEL mostly: teachers were not doing ’’what they 
were supposed to do”, the books and the lessons were 
’’boring", they found many of the learning activities 
"irrelevant". Only a few of the learners found
themselves responsible for the problems they were 
facing. They thought they did not use their time
wisely and did not put all their possible effort into 
learning English.
The subjects’ responses on the self-evaluation 
category indicated that they did employ this strategy 
but had problems with the "internal measure of
completeness" mentioned in Chamot’s (1987) definition: 
when they spotted some problem, they looked for outside 
reasons rather then introspecting. As mentioned under 
the monitoring section, this seems to be a major 
problem and indicates that these learners have to be 
assisted in accepting more responsibility for their own 
learning,
A.4 Discussion of Results
The results of the study show that learners’ 
metacognitive strategies are affected by their beliefs 
about language learning. This relationship between 
beliefs and strategies can be observed in some 
statistically significant correlations: learning effort 
priorities, especially emphasis on speaking and 
listening, correlate with a group of beliefs defined as
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attitude in this study. Attitude correlates with the 
type of approach to language learning as well; that is, 
the more positive the attitude, the more holistic is 
the approach. It has also been observed that
accepting vocabulary and grammar as the most important 
parts of language learning shapes the actual learning 
practice, and most of the subjects believe and act in 
this way. The strategy of monitoring has been found 
to correlate with beliefs, too. Again, the more
positive the attitude, the higher the use of features 
investigated under the category of monitoring. These 
findings verify the experimental hypothesis, "There is 
a systematic relationship between learners* beliefs and 
metacognitive strategies", which covers a variety of 
features impossible to test with a single correlation 
figure. The correlations found are not comprehensive 
of all metacognitive strategy or belief
characteristics, but still sufficient for rejecting the 
null hypothesis "There is no systematic relationship 
between learners* beliefs and metacognitive 
strategies".
Although the sample size in this study is not big 
enough to generalize about all foreign language 
learners, the statistically significant correlation 
figures diminish the possibility that these 
relationships occurred by chance. Yet, correlation
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relationships occurred by chance. Yet, correlation
does not explain causality and it is difficult to say 
it is the beliefs that shape metacognitive strategies; 
it is most probable that the interaction works the 
other way as well. In any event, the relationship
between beliefs about language learning and 
metacognitive strategies appear as an important factor 
in second language acquisition and as such may require 
a larger sample of the adult Turkish EFL population in 
order to maximize external validity.
68
CHAPTER FIVE 
CONCLUSIONS
5.1 Summary of the Study
The main concern of the present study was to 
investigate if a relationship exists between learners' 
beliefs about language learning and their metacognitive 
strategies. Metacognitive strategies comprise one
category of learning strategies, which are defined as 
the collection of mental tactics used by an individual 
in a particular learning situation to facilitate the 
comprehension, acquisition, or retention of new 
information. In the most general sense, metacognitive 
strategies are executive skills and involve thinking 
about the learning process, planning for learning, 
monitoring of comprehension or production while it is 
taking place, and self-evaluation after the learning 
activity has been completed (O'Malley & Chamot, 1990). 
Metacognition, that is the "cognition of cognition" 
(Carrell et al., 1989, p. 6A7), governs how and when to 
deploy tactics and thus provides a general sense of 
direction in the second language learning process. As 
O'Malley & Chamot (1990) note, "learners without 
metacognitive approaches are essentially learners 
without direction or opportunity to plan their
learning, monitor their progress, or review their 
accomplishments and future learning directions" (p. 8). 
It is therefore likely that deficiencies in
metacognitive knowledge may lead to problems in the use 
of other types of learning strategies as well and thus 
impede efficient learning. If factors that bring
about such deficiencies can be pinpointed, aid can be 
provided to second language learners who have 
metacognition-related problems and thus better 
achievement in second language learning can be 
achieved.
Starting from this assumption, the present study 
investigated learner beliefs about language learning as 
a factor related to some of the metacognitive
characteristics of second language learners. It is a 
fact that learners bring various pre-conceived ideas to 
the language learning situation and these can affect 
their actual learning endeavors, including their 
metacognitive strategies. This view formed the
experimental hypothesis of the present study, which 
proposed that there is a systematic relationship 
between learners* beliefs about language learning and 
their metacognitive strategies. In addition to
testing this hypothesis, the study also aimed at
gaining insights into a group of Turkish university
learners’ beliefs about language learning and 
metacognitive strategies. In order to realize these 
pur.poses, two bodies of data, one on beliefs of the 
subjects about language learning and one on their
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metacognitive strategies, were gathered through the 
administration of a questionnaire and individual 
interviews, respectively. The results, the most 
outstanding of which are presented below, provide 
interesting information about the language learners in 
the study.
First, the interviews showed that most of these 
learners have metacognition-related problems, 
especially self-management and self-evaluation 
strategies. The majority of the subjects reported 
using the same types of learning strategies even if 
these have proved to be ineffective; they simply 
thought there was no other alternative. It was also 
observed that many of the students in the study found 
it difficult to self-direct their learning and 
expressed a need for strict guidance from the teacher 
and the administrators. These findings point to the 
necessity of conscious and systematized efforts for 
helping students have a better understanding of 
themselves as language learners and as learners in 
general.
Secondly, responses to the questionnaire revealed 
that most of the subjects believed learning a foreign 
language is basically a matter of learning vocabulary 
and grammar rules. This belief was reflected in the 
study priorities of the subjects, as verified by the
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interview findings. A correlation of the two groups 
of data showed an association between the beliefs and 
the subjects’ study focus. Such an approach to 
language learning is not likely to produce fruitful 
results in the long run since successful learning 
requires a holistic approach to all aspects of the 
language system. Variety in study focus was found to 
be related with a positive belief profile; that is, the 
more positive the attitude toward one’s self and the 
language learning process, the more holistic the way 
learners tackle learning. Correlations were found 
between positive beliefs and the learners' emphasis on 
speech and listening, two skills ignored by many of the 
subjects in the study.
Another correlation indicated an association 
between a positive belief profile in the attitude 
toward language learning and the presence of 
monitoring. Monitoring is a key issue in second 
language learning in that it is involved in control 
processes and opportunistic planning, because a learner 
will analyze task demands to determine the task 
difficulty and the appropriateness of different 
strategies. This feature seems to be affected by the 
learners’ beliefs about language learning in addition 
to other possible variables.
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5.2 Pedagogical Implications
Since the findings show that beliefs about 
language learning affect learners* metacognitive
strategies, it would be beneficial for teachers to know 
about their students' beliefs. Such a knowledge would 
help the teacher have a better understanding of the 
students and provide aid where necessary. If beliefs 
that are likely to interfere with learning are spotted, 
these have to be changed appropriately. More research 
is needed into this "desuggestion” process.
The results also indicate that the learners in the 
study feel the need for assistance in their learning 
endeavor. The ultimate goal of all education is
fostering learner autonomy and learners who lack self- 
direction have to be helped to achieve this 
characteristic. This can be done by organizing
workshops and individual sessions during which learners 
get to know their personal learning needs more 
consciously, and also receive information as to the 
strategies and approaches that have been shown to be 
the most effective. The predicted positive results of 
such training would foster motivation among learners 
for they would become more efficient in language 
learning and feel rewarded for their efforts. Oxford 
& Nyikos (1989) note that motivation has a pervasive 
influence on the efforts put forth in learning a second
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or foreign language. Motivation, together with
attitudes, determine the extent to which individuals 
will actively use learning strategies. Not only high 
motivation will lead to active use of strategies but 
high strategy use will probably lead to high motivation 
as well. With increased use of appropriate
strategies, proficiency in language would lead to 
higher self-esteem, which again would result in higher 
motivation. In sum, a closer study of the learners' 
beliefs about language and metacognitive strategies and 
a subsequent training program could start a series of 
chain reactions in the direction of a more efficient 
second language learning process.
5.3 Assessment of the Study and Implications for
Future Research
This study provides detailed Information about the 
metacognitive strategies and beliefs of a group of 
university students learning English as a foreign 
language, and shows that their beliefs about language 
learning influence the way in which they approach the 
task. As such, the findings contribute to learning 
strategies research and have important pedagogical 
implications for facilitating the second/foreign 
language learning process.
Besides these positive points, a number of 
problems were observed during the study, most of which
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were due to the magnitude and nature of the data. The 
analysis of interview reports proved to be the most 
painstaking part of the study due to the subjects* 
wording of information and the absence of a consensus 
in the literature as to the classification and 
definition of metacognitive strategies. The subjects' 
extended irrelevant responses contributed to the 
difficulty of analysis. Probably because of the 
Hawthorne effect (an unconscious effort by subjects to 
help the researcher), many of the subjects tended to 
talk about all the issues they find relevant to 
learning a second language in response to interview 
questions, in spite of the researcher’s efforts to 
limit the discussion. This caused an overabundance of 
data needing to be analyzed.
The diversity of classification and definition of 
metacognitive strategies made it additionally difficult 
to categorize the subjects' responses. Further 
difficulty came up in representing the interview data 
numerically for statistical purposes. This 
quantification had to be devoid of subjectivity but 
since the wording of certain responses necessitated the 
subjective interpretation of the researcher, a 
compromise had to be made at some point. Outside 
assessors (English teachers who were previously 
informed about the types and definitions of
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metacognitive strategies) were consulted on such 
occasions to vouch for researcher objectivity.
The problems encountered in the study pinpoint the 
need, for tools and standards that can be used to assess 
metacognitive strategies more systematically and during 
the actual learning activity. Data collected through 
self-report may still be concealing the real nature of 
learners* metacognition. Ways of systematically
observing the subjects *'at work" have to be developed 
to get more accurate results.
In spite of all the problems involved, the 
findings of the study point to the importance of 
metacognitive strategies and learners* beliefs about 
language learning and thus Justify further research 
into the topic. Beliefs about language learning
constitute only one aspect among many possible others 
that affect metacognition. In order to understand
this multifaceted feature, research that investigates 
metacognition in relation with other learner variables 
such as intelligence, learning history, and motivations 
would help us to understand the nature of language 
learning better.
76
77
BIBLIOGRAPHY
Abraham, R.G, , it Vann, R.J. ( 1987). Strategies of two 
language learners: a case study. In A. Wenden, &
J. Rubin (Eds.), Learner_strategies in
1 earning (pp. 85-102). London: Prentice Hall
Internali ona1.
Anderson, J.R. (1983). The architecture of cognition. 
Cambridge: Harvard University Press.
_________(1985). Cogni t ive Psychology and
i mpli cat i ons. 2nd ed. New York: Freeman. ■its
Bialystok, E. (1981). The role of conscious strategies 
in second language proficiency.Canadian Modern 
T.anguage Review, 25., 372-94.
Brown, A.L. (1982). Inducing strategic learning from 
texts by means of informed, self-control training.
Topi cs_Ln__Learning and Learning__Pi sabi1i t ies, Z,
1-17.
Brown, A.L. , Brasford, J.D., Ferrara, R.A., &> Campions, 
J.C. (1983). Learning, remembering, and
understanding. In J.H. Flavell, & M. Markman 
(Eds.), Carmichael*s manual of child psychology 
(Vol. 3, pp. 77-166). New York: Wiley.
Brown, J.D. (1988). Understanding research_in second
1 anguage:__ fi__ teacher's guide__to__statistics and
research design. 
Press.
Cambridge: Cambridge University
Carrell, P.L., Pharis, B.G., & Liberto, J.C. (1989).
Metacognitive strategy training for ESL reading. 
TESQL__QuarterLy, Zl, 647-78.
Carton, A. (1966). The method of inference in foreign 
language study. The Research Foundation of the 
City of New York.
Chamot, A.U. (1987). The learning strategies of ESL students. In A.Wenden & J.Rubin (Eds.), T.earner
strategies in language___ learning (p p . 71-83).
London: Prentice Hall International.
78
Derry, S.J., 6e Murphy, D.A. (1986).
that train learning ability: 
practice. Review of Kdncatinna1 
39.
Designing systems 
from theory to 
Research, 5^, 1-
Hatch, E., & Farhady, H. (1982). Research
statist i.cs— for— appi i ed_I ingui st i cs .
Newbury House Publishers.
design and 
Cambridge:
Holec, H. (1987). The learner as the manager: 
managing learning or managing to learn. In A. 
Wenden & J. Rubin (Eds.), Learner strategies in 
1anguage— I earning (pp.1A5-156). London: Prentice Hall International.
Horwitz, E.K. (1987). Surveying student beliefs about 
language learning. In A. Wenden & J.Rubin (Eds.),
Learner strategies_Ln__language learning (pp. 119-
128). London: Prentice Hall International.
____________  (1988). The beliefs about language
learning of beginning university foreign language
students. The--Modern Language Journal, 12., 283-
29A.
Hosenfeld, C. (1977). A preliminary investigation of 
the reading strategies of successful and non- 
successful language learners. System, 5., 110-123.
____________. (1978). Students* mini theories of
second language learning. Association Bulletin, 
29., 2.
Hosenfeld, C., Arnold, V., Kirchofer, J., Laciwa, J., & 
Wilson,L. (1981). Second language reading: a 
curricular sequence for teaching reading
strategies. T.anguage Annals, lA, 415- 22.
Larsen-Freeman, D. (1986). Techniques and principles 
in language teaching. Oxford: Oxford University 
Press.
Long, M.H.
preface. 
strategies
Richards, J.C. (1990). 
In J.M. O'Malley & A.U.
i n____second
Series editors* 
Chamot, Learning 
language acquisition
(p.viii). Cambridge: Cambridge University Press.
Naiman, N., Fröhlich, M. 
(1978). The good 
Ontario: Ontario
Education.
, Stern, H.H., & Todesco, A. 
language learner. Toronto,
Institute for Studies in
79
Nisbet, J.
strat-.ftgi es
Shucksmith, J. (1986). T.p.arning 
Boston; Routledge & Kegan Paul.
O’Malley, J.H., Chamot, A.U., Stewner-Manzaneres, G.
Küpper, L., &
strategies used 
students. Language T.earm'ng,
Russo, R. (1985). Learning 
by beginning and intermediate ESL 
2^, 21-46.
O ’Malley, J.M., Chamot, A.U., & Walker, C. (1987). 
Some applications of cognitive theory to second
language acquisition. Studi ea_in Second Language
Ar.qui si t i on, 9., 287-306.
O’Malley, J.M., &
ptrategi es__in.
Chamot, A.U. (1990) 
second-- language Learning acgnisition.Cambridge: Cambridge University Press.
Oxford, R., & Nyikos, M. (1989). Variables affecting
choice of language learning strategies by 
university students. The Modern T.angiiage Journal, 
Zl, 291-300.
Oxford, R., Crookall, D., Cohen, A., Lavine, R., 
Nyikos, M., & Sutter, W. (1990). Strategy
training for language learners: six situational 
case studies and a training model. Foreign 
T.angiiage Annals, Z3., 197-216.
Porte, G. (1988). Poor language learners and their 
strategies for dealing with new vocabulary. ELI 
■ Tmirnal , 42., 167-171.
Pressley, M., Levin, J.R. . Ghatala, E.S. (1984). 
Memory strategy monitoring in adults and children.
■Tonrnal of Verbal__Learning and__Verbal Behavior,
21, 270-88.
Rabinowi tz, 
model 
(Ed.),
M., & Chi, M.T.
of strategic 
HanfTbnnk__
(1987). An interactive 
processing. In S.J. Ceci 
n£___cognitive,__social,___and
neiirnphysi ca 1 
(pp.83-102).
aspects__ol__ learning disabilities
Hillsdale, N.J.: Erlbaum.
Rubin, J. (1975). What the ’’good language learner" can 
teach us. TK.SnT. Quarter] y, 2., 41-51.
second 
J_L, 117
. (1981)
language 
-31 .
Study of 
learning.
cogni t ive 
App]i ed
processes in 
■LinguisLics,
80
--------  (1987). Learner strategies: theoretical
assumptions, research history, and typology. In
A.Wenden & J.Rubin (Eds.), Learner strategies_La
language--learning (pp. 15-29). London: PrenticeHall International.
Shuell, T.J. 
learning. 
411-36.
(1986). Cognitive conceptions of
Review nf--Educational Research, 5A,
Skehan, P. (1989). Individual differences in second 
1anguage__1 earn!ng. London: Edward Arnold.
Stern, H.H. (1975). What can we learn from the good 
language learner? Canadian Modern Language 
ReiLiBU, 3JL, 304-18.
Vann, R.J., & Abraham, R.G. (1990). Strategies of 
unsuccessful language learners. TESOT. Quarterly, 
2A, 177-98.
Weinstein, C.E., & Mayer, R.E. (1986). The teaching 
of learning strategies. In M.C. Wittrock (Ed.), 
(pp. 315-327). 3rd. ed. New York: Macmillan.
Wenden. A. (1983). Literature review: the process of 
intervention. Language Learning, Ü ,  103-21.
(1985) Learner strategies. lESOLNewsletter, L9.(5), 1,4,5,7
______ . ( 1986). What do second-language learners
know about their language learning? A second look 
at retrospective accounts. Applied T.ingui st i cs, 
Z, 186-201.
(1987) . Conceptual background and
utility. In A. Wenden & J. Rubin (Eds.), Learner
strategies in Language___learni ng ( pp . 3-13).
London: Prentice Hall International.
Wenden, A., & Rubin, J. (Eds.)(1987). Learner
strategi es___ Ln___language____Learning ♦ London:
Prentice Hall International.
Wesche, M.B. (1979). Learning behaviors of successful 
adult students on intensive language learning. 
Canadian Modern Language .lournal, 415-427.
81
APPENDICES
APPENDIX A. Questionnaire
1. Turkish Version
Anket
Adınız:
Yaşınız:
Bitirdiğiniz okul:
İngilizce dışında bildiğiniz yabancı diller:
Aşağıda yabancı dil öğrenme konusunda bazı inançlar yer 
almaktadır. Her birini okuyup kendi görüşünüzü
(1)Kesinlikle katılıyorum, (2)Katı1iyorum, (3)Bu
konuda herhangi bir görüşüm yok, (4)Katılmıyorum, 
(5)Kesinlikle katılmıyorum
seçeneklerinden birine X koyarak belirtiniz. Bu
ankette doğru veya yanlış yanıtlar yoktur; önemli olan 
kendi görüşlerinizi açıkça bel irtmenizdir. 4 ve 15
nolu soruları (a),(b),(c),(d),(e) seçeneklerinden 
birini seçerek yanıtlayınız.
UNUTMAYINIZ:
(1)Kesinlikle katılıyorum, (2)Katı1iyorum, (3)Bu
konuda herhangi bir görüşüm yok, (4)KatıImıyorum,
(5)Kesinlikle katılmıyorum.
1. Çocuklar yabancı bir dili büyüklere göre daha kolay 
öğrenir. (1) (2) (3) (4) (5)
2. Bazı insanların yabancı dil öğrenme konusunda özel 
bir yetenekleri vardır. (1) (2) (3) (4) (5)
3. Bazı diller diğerlerinden daha kolay öğrenilir.
(1) (2) (3) (4) (5)
4. İngilizce: (a) çok zor bir dildir
(b) zor bir dildir
(c) orta zorlukta bir dildir
(d) kolay bir dildir
(e) çok kolay bir dildir
5. Çok iyi İngilizce konuşmayı öğreneceğime inanıyorum.
(1) (2) (3) (4) (5)
6. Türkler yabancı dil öğrenmede başarılıdır.
(1) (2) (3) (4) (5)
7. İngilizce'yi mükemmel bir telaffuzla konuşmak 
önemi i dir.
(1) (2) (3) (4) (5)
8. İngilizce konuşabilmek için İngilizce konuşan 
toplumların kültürleri hakkında bilgi sahibi olmak 
gerekir.
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(1) (2) (3) (4) (5)
9. Doğru söyleyeceğinizden emin olmadan hiçbir şeyi 
İngilizce olarak söylememeniz gerekir.(1) (2) (3) (4) (5)
10. Yabancı bir dil bilen biri, bir başka yabancı dili 
daha kolay öğrenir. (1) (2) (3) (4) (5)
11. Matematikte ve fende başarılı olanlar yabancı dil
öğrenmede başarılı olamaz. (1) (2) (3) (4) (5)
12.Ingi1 izce*yi İngilizce konuşulan bir ülkede öğrenmek 
en iyisidir. (1) (2) (3) (4) (5)
13.Anadili İngilizce olan kişilerle konuşmak yararlıdır.
(1) (2) (3) (4) (5)
14.Ingi1 izce * de bilmediğiniz bir sözcüğün anlamını
tahmin etmekte sakınca yoktur. (1) (2) (3) (4) (5) 
15.Bir insan yabancı bir dili öğrenmek için her gün bir 
saat harcasa, o dili çok iyi konuşması için ne kadar
süre gerekir? (a) 1 yıldan az
(b) 1-2 yıl
(c) 3-5 yıl
(d) 5-10 yıl
(e) Günde bir saat çalışmakla 
yabancı dil öğrenilmez.
16.Ingi1 izce'yi anadili İngilizce olan bir öğretmenle 
öğrenmek daha iyi sonuçlar verir.
(1) (2) (3) (4) (5)
17.Yabancı dil öğrenme konusunda özel bir yeteneğim 
var.
(1 ) (2 )Yabancı18
(3)
dil
(4) (5)
öğrenmenin en önemli bölümü sözcük
öğrenmektir.
(1) (2) (3) (4) (5)
19. Biİkent* teki İngilizce eğitimi gereksinimlerime 
cevap verecek niteliktedir. (1) (2) (3) (4) (5)
20. Yabancı bir dil öğrenirken kural ve sözcükleri
ezberlemek gerekir. (1) (2) (3) (4) (5)
21. İngilizce söylenen bir şeyi anlamak ya da İngilizce 
bir şey söylemek için öncelikle bu şeyi Türkçe 
düşünmek gerekir. (1) (2) (3) (4) (5)
22. Anadili bir başka Batı dili olan biri İngilizce’yi 
daha kolay öğrenir. (1) (2) (3) (4) (5)
Yabancı dil öğrenmede kadınlar erkeklerden daha 
başarılıdır. (1) (2) (3) (4) (5)
İngilizce öğrenmeye yeni başlayanların hatalarına 
göz yumulursa, bu kişilerin daha sonra İngilizce'yi 
doğru konuşmaları zor olur. (1) (2) (3) (4) (5)
25.Yabancı bir dili konuşmak, anlamaktan daha kolaydır. 
(1) (2) (3) (4) (5)
Kaset dinleyerek pratik yapmak önemlidir.
(1) (2) (3) (4) (5)
Herkes yabancı bir dili konuşmayı öğrenebilir.
(1) (2) (3) (4) (5)
23.
24
26
27
28. Bir kimsenin İngilizce'yi iyi bilip bilmediği 
konuşmasından belli olur, (1) (2) (3) (4) (5)
29. Çok iyi İngilizce öğrenirsem daha çok para kazanma 
şansım olur. (1) (2) (3) (4) (5)
30. Yabancı dil öğrenmek diğer akademik konuları 
öğrenmekten farklıdır. (1) (2) (3) (4) (5)
31. DiİbiIgisi kurallarını öğrenmek yabancı dil 
öğrenmenin en önemli parçasıdır.
(1) (2) (3) (4) (5)
32.Ingi1 izce'de söylenen her şey Türkçe'de de 
söylenebilir.
(1) (2) (3) (4) (5)
33. İngilizce öğrenen arkadaşlarla ders dışında 
İngilizce konuşmak yararlıdır. (1) (2) (3) (4) (5)
34. İngilizce okumak ve yazmak, konuşmak ve anlamaktan 
daha kolaydır. (1) (2) (3) (4) (5)
35. İngilizce TV programları, filmler izlemek ve 
şarkılar dinlemek yararlıdır. (1) (2) (3) (4) (5)
36. Birden fazla dil konuşabilen insanlar çok zekidir.
(1) (2) (3) (4) (5)
37. İngilizce öğrenmeyi, anadili İngilizce olanları daha 
iyi tanıyabilmek için istiyorum.
(1) (2) (3) (4) (5)
38.Ingi1 izce’yi derste öğrenmek yerine yaşayarak 
öğrenmenin daha verimli olacağına inanıyorum.
(1) (2) (3) (4) (5)
39. Yabancı bir dili anlamak ya da kullanmak için o 
dilde düşünmek daha iyi sonuçlar verir.
(1) (2) (3) (4) (5)
40. İngilizce konuşur veya yazarken hata yapmamaya 
çalışmak gerekir. (1) (2) (3) (4) (5)
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Bunların dışında belirtmek istediğiniz inançlar 
lütfen aşağıya yazınız. TEŞEKKÜRLER!
varsa
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2. English Version
Questionnaire
Name:
Age:
High school: 
Foreign languages other than English:
Below are 
languages. some beliefs about learning foreign Read each statement and decide if you:
(l)strongly agree (2)agree (3)have no opinion(A)disagree (5)strongly disagree.
There are no right or wrong 
questionnaire; it is important that 
opinion honestly. Mark questions 4 & 15 
either a, b, c, d, or e.
REMEMBER:
(l)strongly agree (2)agree 
(4)disagree (5)strongly disagree
answers in this 
you express your 
by circling
(3)have no opinion
It is easier for children than adults to learn a 
foreign language. (1) (2) (3) (4) (5)
Some people have a special ability for learning 
foreign languages. (1) (2) (3) (4) (5)
Some languages are easier to learn than others. 
(1) (2) (3) (4) (5)
4. English is a a) a very difficult language
b) a difficult language
c) a language of medium difficulty
d) an easy language
e) a very easy language
5. I believe that I will learn to speak English very 
well. (1) (2) (3) (4) (5)
6. Turks are good at learning foreign languages.
(1) (2) (3) (4) (5)
7. It is important to speak English with an excellent 
pronunciation. (1) (2) (3) (4) (5)
8. It is necessary to know about English-speaking 
cultures in order to speak English.
(1) (2) (3) (4) (5)
9. You shouldn't say anything in English until you can 
say it correctly. (1) (2) (3) (4) (5)
10.It is easier for someone who speaks a foreign
language to learn another one. (1) (2) (3) (4) (5) 
11.People who are good at mathematics and science are 
not good at learning foreign languages.
(1) (2) (3) (4) (5)
12.It is best to learn English in an English-speaking 
country.
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lA if you don't know a word In
day learning 
take them to a foreign speak the
17
18
(1) (2) (3) (A) (5)
It is beneficial to practice English with native speakers.
(1) (2) (3) (A) (5)
It is O.K, to guess 
Engli sh.
(1) (2) (3) (A) (5)
15.If someone spent one hour a 
language, how long would it 
language very well?
a) less than a year
b) l-2 years
c) 3-5 years
d) 5-10 years
e) You can’t learn a language in 1 hour a day.
16.It is better to learn English with a native speaker 
teacher.
(1) (2) (3) (A) (5)
I have a special ability for learning foreign 
languages.
(1) (2) (3) (A) (5)
The most important part of learning a foreign 
language is learning vocabulary words.
(1) (2) (3) (A) (5)
19.English language teaching at Bilkent satisfactorily 
meets my demands. (1) (2) (3) (A) (5)
20.It is necessary to memorize rules and vocabulary 
words in learning a foreign language.
(1) (2) (3) (A) (5)
In order to comprehend or say something in English, 
one has to think in Turkish first.
(1) (2) (3) (A) (5)
Someone whose native language is a Western language 
learns English more easily. (1) (2) (3) (A) (5)
23.Women are better than men at learning foreign 
languages.
(1) (2) (3) (A) (5)
If beginning students are permitted to make errors 
in English, it will be difficult for them to speak 
correctly later on.
(5)
speak than understand a foreign 
(2) (3) (A) (5) 
to practice with cassettes.
(5)
speak a foreign language.
21
22
2A
(1) (2) (3) (A)
It is easier to 
language. (1)
It is important 
(1) (2) (3) (A)
27.Everyone can learn to
25
26
(1) (2) (3) (A) (5)
28.Speech is the best sign of a high proficiency in 
Engli sh.
(1) (2) (3) (A) (5)
29.If I learn English very well, I will have better 
opportunities for making money.
(1) (2) (3) (A) (5)
30. Learning a foreign language is different from 
learning other academic subjects.
(1) (2) (3) (A) (5)
31. The most important part of learning a foreign 
language is learning grammar. (1) (2) (3) (A) (5)
32. Everything in English can be expressed just as well
in Turkish. (1) (2) (3) (A) (5)
33.It is beneficial to practice English outside the 
class with friends learning English.
(1) (2) (3) (A) (5)
3A.It is easier to read and write English than to speak 
and understand it. (1) (2) (3) (A) (5)
35.It is beneficial to watch TV programs and films in 
English and to listen to English songs,
(1) (2) (3) (A) (5)
36.People who speak more than one language are very 
Intel1igent.
(5)
learn English so that I get to know 
better. (1) (2) (3) (A) (5) 
learn English the natural way rather 
in the classroom.
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37
38
(1) (2) (3) (A) 
.1 would like to 
native speakers 
,It is better to 
than learning it
(1) (2) (3) (A) (5)
39.In order to understand and use a foreign language, 
one has to think in that language,
(1) (2) (3) (A) (5)
AO.One should try not to make mistakes in speaking or 
writing English. (1) (2) (3) (A) (5)
If there are any other beliefs that you think 
important, please state them below. THANK YOU.'
are
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APPENDIX B. Questions for Self-Observation
1. How do you study English?
2. What language areas or skills are more important for 
you?
3. Do you have any special methods for studying 
English? If yes, what are they?
A. What conditions do you like to learn/study under?
5. Do you think you have any characteristics which 
prevent you from being a better learner of English? 
If so, do you have any attempts to change these?
6. Do you think it is a positive thing to check your 
mistakes closely while speaking or writing in 
Engli sh?
7. How do you feel when you make a mistake and someone 
corrects you?
8. Do you plan ahead when you are to produce any kind 
of text in English?
9. Do you have a habit to evaluate yourself and/or 
compare with others while learning English?
APPENDIX C. Interview Guide
1. When did you start learning English?
2. Where and under what circumstances did you learn 
English? Do you remember what was difficult for 
you? What was easy?
3. Let’s talk about your present situation now. Do 
you have any priorities in your learning efforts?
4. How do you study? Do you have any techniques that 
you think are helpful in learning English?
5. Are there any personal factors that you think 
affect your learning negatively? Do you try to 
change these? Or do you think these problems will 
be solved over a period of time in the learning 
process?
6. Are you aware of the conditions under which you 
learn better? Do you try to arrange for the 
presence of those conditions?
7. Do you encounter English outside the classroom?
How?
8. Do you know the facilities that can help a learner 
of English at Bilkent? Do you exploit these
facilit ies?
9. What do you do when you come across an unknown word 
while reading in English? How do you feel about 
guessing the meaning? What kind of a dictionary do 
you use?
10. Do you plan your learning or studying efforts?
How?
11. Do you change your pronunciation, grammar, or 
vocabulary depending on the people you are 
communicating with? How?
12. If you had the chance to change all the negative 
things in your learning environment or efforts, 
what would you change?
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13. How do you see yourself as a learner in general?
